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ABSTRACT

skills in mainstream courses is emerging as an issue of national
significance. Students benefit from clearly articulated and
pedagogically sound courses that directly and explicitly teach
thinking skills, as well as from efforts to reinforce these abilities
across the curriculum. At LaGuardia Community College (LCC) in New
York, the thinking skills program began with a ccuarse entitled
"Critical Thought Skills," which seeks to develop students! writing,
reading, and speaking skills; address basic thinking, reasoning, and
problem~solving skills; and encourage students to explore their
attitudes toward life and education. For the past four years, one
section of the course has been paired with other courses selected
from a variety of disciplines. The intellectual abilities taught in
“Critical Thought Skills" are reinforced as the content of the two
courses is integrated. Students enrolled in "Critical Thought Skills"
paired with writing and reading courses have developed language
skills at accelerated rates, through substantive writing assignments,
critical evaluation of challenging readings, and thoughtful
discussion. The pedagogical focus of the program stresses the
relationship between what students are learning and their own
experiences, building systematically from concrete, familiar contexts
to more abstract, conceptual understandings. Thinking skills are
taught through a process of synthesis, giving students the means to
clarify and make sense of themselves and the world in which they
live. The final elements in LCC's critical thinking program are
faculty development, collaboration, and ownership of the program.
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Johry Chaffee, PFh.D.
taGuardia Community Ccllege
31—-12 Thomsor: Averiue

Leng Islarnd City, NY i111@:

Much of higher education is irnvolved in a process of intense
soul—-searching, seeking to determire its missiorn and assess the
extent to which this mission is being achieved. This reflective
arnalysis has develaped out of the growing realizatiors that in
many cases the promises made by higher educatiori are rict being
fulfilled. Traditicnally, a higher education has beeri thocught to
produce literate and sophisticated thinkers, equipped with the
Knowledne and intellectual abilities needed to be informed
citizens and successes 1n the:r chosen careers. Yet 1n a mcdern
day re-enactment of the fabled Emperor's New Clothes, there Iis
the growWwing awareness that many students are rot leaving ‘college
clothed with the i1ntelleciual understanding and depth of insight
supposedly symbelized by the degrees they have received. This
cognutively denunded state of our graduates has stimulated a
national dialcgue which 13 focusec op impraving the inteilectual

abilities of cur students.

The need for higher education to foster the development of these
saphisticated thinking abilities in mainstream college courses is
emerging as a problem of rnatiorial significance, as indicated by a
recernt article irn The Chronicle of Higher Educaticorn (March 5,
1986) entitled “Many Professors Now Start at the Begirming by

Teachirng Their Students How to Think." The article reports that

an 1increasing rniumber of faculty car noa loriger assume that their
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development.

There 1is a certain commorniplaceness to the coricept of thinking.
After all, practically everyone can do it to scome extent; and it
is so taken for granted by most people that it is rarely thought
of or mentioned in any direct fashion. Yet thie commonplace and
mundarie appearance of "thinking® is deceiving, for .when we turn
our attention to 1t 1n order ta discover exactly what it is, we
¥ind that 1t :s5 slippery, amorphous, multifaceted; and extremely
difficult tc get a hardle on. This complex and elusive quality
of thinkinc 1s reflected 1iv the plethora of definitions of
thinking, critical thinking, prablem—-salving, and SO .
However, we shculd keep 1n mind the point that our thirnking
should be served by definitions, rict enslaved by them. Rather
than arguing over which defimiticns are '"correct," we would
better spend our rescurces by speci1fying what our definitions
mean ard ther discussing the i1deas they embcdy. For the record,
here are my working defimitions of "thinking" and "eritical
thinking."

Thinkivig — cur active, purposeful, organized efforts
to make sense of the world

Thiriking Critically — making sense of our world by
carefully examining our thinking {(and the
thinking of athers) in order to clarify and
improve our understanding
Inn order tc flesh out general definitions 1like these, we alsoc
need tco articulate the qualities, dispositiorns and abilities

which constitute these general processes. As with general

definitions, there are many lists of gpecific intellectual
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abi1lities 1n clurculation, developed for varying contexts ana

rarnging fram micre levels to macrco levels. Here is my listing of

~

the macra level thainking abilities required for challernnoing
college curricula, professional careers and many life
experiences.

Salving problems
Gernerating, testing and organizing ideas
Farming; relating and applying concepts
Designing systematic plans of action
Constructing and evaluating arguments
Exploring issues from multiple perspectives
Reasoning arnalytically with coricepts, relationships

ard abstract properties
Gerieralizing and abstracting
Develaping evidernce to support views
Carefully analytirig ideas and situations
Discussaing subjects irn an orgarnized way
Apolying knowledge to riew situations and creating

new examples
Becoming aware of orie’'s own thinking process in order

to monitor and direct it
Developing & guesticring attitude which perietrates

berieath the surface of what is being presented
Eririnino critical judgment to bear in analyzing the

overall lagie, importance and validity of informatior,
Usino alterrnate thinking larnguages (for example, visual

thinking) to explcore problems arnd reach sclutions
Developlng approaches for promoting halistic, intuitive and

creative urnderstanding and insight
Relatinc what 1s being learried to what is already known 1in

effective arcd creative ways

As important as 1t 1s to clearly identify the abilities we are
attemptino to  agevelcop, any such listing of abilities is of
limited usefulress. First of all, thinking skills do not operate
in isclation - they act irn complex interaction with ono another.
Thinking is a dynamic process that cannot be factored into sub—
skills and then reassembled in Humpty Dumpty fashion. It must
be apprcached hcalistically, involving challenging activities in
which the relaticorns between the various skills remain intact.

Secondly, rio matter how explicit and comprehersive a list of
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skills 1s, it pives ric clue to methocds for developing these

abilities and teachingo them to athers.

In a recent commentary appmarirng in "Education Week" entitled
"Why ?'Critical Thinking? Programs Worn’t Work," the educator
Mortimer J. Adler argues that recent efforts to teach thivking
skills directly are superficial and ineffective. QInstead, he
argues, teaching studerits tc think should be a prime objective of
basic schocling, 1ntegrated into the teaching of content courses.
Naturally this infusicrn of thinking across the curriculum is a
necessary - and ocesirable - objective. But there are persuasive
reasons for advocating the direct teaching of 1ntellectual
abiiities. Tre fact is that thinmkinp abilities are simply not
beiric taught and reinforceo sufficiently in college content
caurses. If thev were, there wouid be nca perceived rieed or
impetus teo develop these cognitive abilities. Mmost teachers in
the d:sc;plxnes view their oprimary respocnsibility to be
"caverang' content - no: encouraning students to think about and
critically evaluate what they are learning. Students bernefit
fram beoth these efforts — having basic thinking abilities taught
directly and explicitly and having these abilities reinforced
across the curriculumn, Further, the existence of a clearly
articulated and pedagcgically sound course in thinking skills
pravides an invaluable resource and model for comtent faculty +to

draw from 1v redesigning their ownn courses arnd teaching

methcdolcagies.




0f ccocurse, care mus‘ be takern in desigring and teaching thinking
skille courses. Fcr example, these skills carmot be taught in
1sclaticrnn —- they must be applied ta a variety of contexts irn
order to facilitate transfer of these skills to life situations
and academic course work. In addition, the proper intellectual
skills must be identified ard taught in a way which fosters

active lastiryy learning.

At LaBGuardia Commurity Ccllege, the thinking skills program began
severn years apc with a course entitled "Critical Thought Skills.™®
"Critical Thought Ski1lls" was develcaped to help provide studente
with the bacs:c thirnkirno and literacy abilities reeded for
academic and career success, and fccuses on three gereral areas.
First, 1t 1s desigried to erharnce and accelerate the development
of students' writing, reading ard speaking skills. It 18 our
assumption——supportec by persuasive eviderice—~—that deficiericies
in these traditidnal skill areas are in part symptams of more
fundamental thinking deficierncies. Second, the ccurse i1s aimed
at addressinp bag:ic  thinking, reascriinig arnd problem-solving
abilities, sk1lis that have beeri ir declirne for some time across
the nation. Third, the course is constructed to encourage
studerits tc explore their basic attitudes towards 1life and
education and tc foster the development of qualities 1like
initiative, maturity and resporisibility. We currently offer
thirty-five sections of the course each year talken by seven
hundred students. The ccurse is interdisciplinary, taught by
faculty from a variety of subject areas, and is desigred to

provide a foundation of fundamental abilities and attitudes.
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Sirce the course 1s =7n elective, 1ts growth car be seernn as one

indication  that faculty, admirniistrators angd studerits believe it
15 a valuable aggiticn to the curriculun. A typical student
evaluation aof the ccourse 1is expressed irn the following

statement:
The words ‘'critical thirnking? will never leave my
vocabulary, because by learrning how to think critically,
I am learning how to organize my ideas, support my
paints of view with reasoms and trying to solve my
problems ratiocrnally. I have learned more effective ways

cf dealing with wmy life, my childrern and my school
werk, "

—_—m e E et il et R S e dmam memsms LSS oS

to view education as the transfer of i1nformation from teacher tao
student, rather than develcping a progressive understanding of
tiew each discipline gererates and "thinks" abcut information -
the concepts and methadologles 1t uses to organize and structure
1ts area of 1i1nguary. This 1nformaticn - trarnsfer perspective as
veers descr:bed 1n various ways, ranging from the high-tecnh ’data-
bank’ theory of education to the mcore earthy ' feedlot’® mcdel of
learnirg, a persoective embcadied 1 faculty s recurrent coricern
about ‘'coverirng" encugh material (arn apt metaphor). This
cogriitively passive analysis of learning is reflected in the
fallewing Qquote by a cantemporary thinker contrasting the

learrning of history to the developmert of thinking and reasoning

chilities: "Whern ycau learn history, you acquire a number of
facts, causes, explanations and thecries. That is mastering
history. "
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Such & view obscures the fact that every disciplire is a
"thinking" activity, a structure of concepts, vocabulary and
methcdalcgies used to corganize experience, approach problems ang
give explarnatiors. From this perspective, instead of simply
presenting students with the facts and theories of history, the
role of faculty is to introduce students to the way a historiar
thinks about and'berceives the world, a perspective which leads
tc the construction of historical information and analysis of the
past. This wview of educaticorn is consistent with the modern
histcrian who saic "If ycu carn memorize it, it isr’t haistary,"
and with ARlbert Eirnstein’s observaticn that "Educaticr 1s what
remains after you have forgotten all the facts you learred." Our
primary gcal as educators 1s to  faster the develapment and
combrehension of those critical intellectual abilities ard ways
of thinking which constitute the structure of cur Gisciplires and

the sounl of inquiry irn general.

At LaBuardia. our effarts to accomplish this goal of 1nfusaing
critical thinKing acrass the curriculum have been funded by four
years of support from The Natiornal Endowment for the Humarities.
The project 15 structured around teaching '"pairs," in which a
section of Critical Thought Skills is joined with another course
selected from a variety of academic areas. Students ernrolled in
a Critical Thought Skills course pair%ng have to take both
courses, providing a vehicle for integrating the courses and
reinfcrcing the fundamental intellectual abilities embodied in
the Critical Thought Skills course. These course pairings,

.

wcrking in concert with weekly faculty meetirgs, enable




participatiric faculty tc work closely together ivm articulating
their course structures «nd reinforcing fundamental thinkang
abilities, pasic aperating concepts and pedagogicati
methodologies. The progect thus gives faculty the opportunity
and guidance to redesign their courses and refine their teaching
methodology with the aim of fostering critical and coreative
intellectual abilities, thus ernhancing students' opportunities to
achieve their academic and career aspirations. The program has
been subject to congoing evaluation, characterized by one
evaluator as "R mature educatiowial program which has beenn tried
aric suceeded witn a wide spectrum of students," and evaluated by
NEH as "a very enlightered approach to urndergraduate
instruction. " Faculty participants state that the progect has
fostered the development of thinking abilities at both general
and spec1f1c levels. The evaluator for the project, (Dr. Garlaie
A. Forehend, Directcr of Research, Prcogram Plarming and
Develapment, Educatienal Testirio Service) reports:

At the general level, teachers perceive more respect

for the thinking process, more tendericy to bring a

"habit cof thainking" tc their classes. (Orie teacher

cverheard a student saying of Critical Thought Skills:

'] get so tired of thinking in that class?) At the
specific level, teachers reported instances of transfer

of such skills as breaking problems into parts,
classifying, crganization of thought, asking questions,
separating facts fram opinions, and assessing

alternative points of view."
Studerits also recogriized the transfer of trinking skills from
Critical Thought Skills to the content courses, citing examples
iike breakinig problems into parts in math; applying the concepts
of perceiving to the concept of ethriocentrism iv social scirences;

transferring self—-percepticn insights to oral communicaticn.
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R detairled arnalysis of the develcpment and transfer of thinking
skills 1s locatec in the Final Repart of the NEH projgect,

available by wratinig ta the author. \

The development of our thinkinf abilities is closely tied to the
develcopment of our language abilities - ard vice versa. This is
due ta the interwover and reciprocal relations betweeri thinking

and language. Wheri we write or speak, we are usiné language tc

express ouwr thirkaing, and when we read, we are actively using cur
mivics to comorenend the thairkirig of others. At the same time,
the process of using languape gerierates ideas, avid the: language
we (or others) use, shabes and influerces our thinkiro. Iri using
our thinKing capacities tc make sense of the world, we are
actively composing 1it, and language is the main tocl for
accompl:shing this evrd, At almost « sy opivernn moment we are
enpaped 1in active thinkiro/larnguage operaticons like organizing,
viamiric, defining, classi fying, articulating relationships,
prcablem—-sols ing, inferrang, deducing, Judgairg, predictang,
hypothes121ng, corniceptualizang, exemplifying, gereralizing, and
so on. The implicaticns for the classroom are clear: we have to
teach lariguage skills in order to teach thinking skills
effectively, and we have to teachk thinking skills in order to

Y -
teach !arnguage skills effectively.

Ore of the coverall goals of a ccollege education has always been
tc give strdents the apportunity to become articulate and
literate thirnxers, writers, speakers and readers. What |is
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distressing in reviewing typical cocllege courses and textbocks s

how little thinkang, wrataing, readivnig and speaking students are

expected to do. Mary of their examiraticns are multiple-choice,

true-false, or short arnswer, giving students little opportunity

to express their thinking in any systematic or developed fashion.

Much of the reading they are required to do has as its mairn goal

the transfer of information, wot the critical evaluation of the

ideas being oresernted. And many classes are ce%t primarily in a

lecture format, reinforcing the noticon that students are passive

receptacles inte which informaticn is poured, not thinkers who

can question, reflect and exchange i1deas with cthers.

In contrast, the Critical Thinking Skills program at LaBGuaradia

is hased on the conviction that substarntive writing assicriments.

critical evaluat'en ©f challenoging readings, and thcought ful

discussion are Key ingredients in the effective teaching of

thinKing sKills. As a result of this appreoach, students enrolled

in Critical Thought Skills courses paired with writino and

reading courses have developed these skills at accelerat2c rates,

nearly doubling the school-wice average on stancaradized

examinations. The ‘'evaiuator of the project sums up:

0f course, the intended value of Critical Thought Skills
instructicon is rot limited to improved passing rates in
readirg arc writing ccurses. It 1is expected that
students will 1learn to think mocre coritically, apply
these develaping skills to their own lives, and use them
ta improve performance throughout college study. The
positive results in writivig and reading increase the
plausibility of expectations for broader effectiveress.




As with most cocmplex abilities, we learn to thin< rnot by reading
apout thirnkineg, nor by talking about thinking, noct  even by
observirig the thirikinng of others. Instead, we learn to think by
actually havirng cpportunities to actively think ourselves. Thus,
the goal of a course in thinking is not so much to transfer
information about thinking but to provide structured
opportunities which stimulate and guide sfudents :po actively
thaink for themselves——-to wrestle, to grapple, co work through
thinking situaticons on their own and in the group,. In additior,
develop1ng thinking abilities iwvolves nat only doing it, bu:z
criticaily reflecting on our thinkirg - thinking about cur
thinkKirg - in order to urderstand the process and then sharpen.

clarify and refine it.
Y

These pedagogical principles apply to all disciplines - active
learming lies at the heart of effective, lasting educaticr.
Strategies which stimulate ar active discavery apprcach to
learning include interactive teachirnn which erccourages student
questicning and participation; collaborative group work based or
peer arnalysis arid evaluation; student led discussions which
explore key corcepts dialogically; writing activities ard other
projects that ericourage students to read with a questioning
attitude and to analyze the subject matter systematicallys;
projgects that stimularve students to use the knowledge they are
gaining to develop and test hypotheses, gerieralize to riew
situaticons, and evaluate the reascring being presented; having

studernts articulate their thinking arnd receive feedback ir order

:,—‘.
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to encourage awareness of their ccocgnitive processes and to
develop the metacognmitive skills of self-mcnitoring ard self—

direction.

Effective learning also involves relating what -students are
learning to their cwn experience, building systematically from
their concrete, familiar contexts to more abstract, conceptual
understandings. One of *the key insights of modern cognitive
psychclogy is the fact that we create explanation§ and solve
problems 1n ways that are consistent with ouwr ways of thinking,

with the marmer i1n which we organize experierce.

We learn by gradually expanding our frame of reference, building
on what we Know by i1ntegratinc new information into cur framewcrk
of meaning. From this perspective, tne gpoal of education
involves bringing together the structure and content of our
disciplines with the experience of our students. For effective
learning to take place, students must have the opportunity to
explore awnd discover for themseives, tc appPly what they are
learning to the:ir lives. Orice studenits have intermnalized the
fundamenrital concepts, skills, methcdolcgies, and insights of our
disciplines, we can gradually build to less personal and more
abstract areas of inquiry. However, if we merely try to transfer
our kricwledge and insights, oblivious to the students’ contexts
arnd ways of thirking, theri much of their learnirig will be rote,
memcrizing key facts and learning tc manipulate bits of

informationi that have nco real meanivig tca them.
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For example, consicer the pbroject of trying to teach samecore the
sKills of effective problem—sclving. My initial classrcom
effcrts were utypical of approaches in this field--namely,
presenting students with problem situations and then trying tc
show them strategies for systematically analyzing these
situations. The results of this approach were less thanm
satisfactory becasuse the methodolopgies remained external to the
students?! experierice. At this point, I decided t% ground the
praoblem—-solving methodologies in their experience by haviwng them
analyze problems drawn fraom their own liwes. I d;scovered that
by workina through problems that are meanifigful to them, students
tend o i1nternalize the problem—-sclvirig methodolony that is being
develcped. Once internalizec, this way of thinking beccmes an
ongcing part of the way that they make sense of the wcrld, thus
erasing the livie betweerr the classrcom and their lives.
Additionally, once stucents intenrate a probiem-sclving
methodology into their way of makinp sense of the world, they can
then progress to analyzinp problems that are less persornalized
and more abstract—-—-for example, how to write a composition, solve
an equation, write a camputer program, or desigri an experimert.
This stratepy of developing concepts ard methodologies by first
rooting them 1vn the students? experience and then moving
progressively to mcore abstract applications became arn important
part of the pedagcgical model upowi which the "Critical Thought

Skills" course is-.based.

In recent years there is growing recognition that effective

14
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edwcatisn must address the whole student: the writer, nct Just
the writing; the thainkery,; rot just the thoughts. In order for
studerts to develop the self—-insight and motivation required for
meaningful intellectual development, they must be encouraged to
relate what they are experiencing to their lives—-to their goals,

their values, their self-concepts.

The Harvard educator William Perry has provided an articulate
analysis of students' personal and intellectual growth. He
distinguishes a niumber of "stcges" which students pass through——
cocherent interpretive frameworks through which students give
meaniinig to their educational experierce. Students revise these
ways of organizing experience and understanding education in an
orderly sequence from the relatively simple tc the more camplex.
Thus this odyssey bepainis in what he terms the "Garden of Eden" 1inm
which the iwvnstructor is perceived as absolute authority, the
source of <truth and arbiter of correct anrnswers. The Jourrney
contirnuwes through & relativistic phase of uncertainty ivn which

all views are caonsidered equally valid, and culminates with what

we might term a "critical epistemology." In this stage,
kriowledge 1is seeri as contextual, not absolute. Some ways of
viewing the world are superior to others, but evaluatior

Judgments are always made withir a context and must be properly
supported by appropriate reasons and evidence. From this vantage
paint, kriowledge is seen as a human construction, ari ongoing
process of exploration and discovery which involves personal

commitment arnd responsibility.




Teachirig the whcole student thus involves knitting tcgether
thinking abilities with the fabric of students? experience,
pursuing the expectation that the abilities students learn in
this fashiorn will become a part of who they are-—-how they
perceive their waorld, how they experience themselves and others,
and how they understand the contexts within which their choices
and decisions are made. This view is based on the conviction
that thinking skills are best taught through @ process of
synthesis, piving students the means to clarify and make sense of

themselves and the world in which they live.

These 1insights are illustrated in the following passage writter
by Dr. Gilbert Muller at LaGuardia, which describes the
experience of a studert enrolled inn a Basic Writing/Critical
Thought Skills course pairing:

Typical of these individuals was Diegay, a young man
thoroughly confused about life and congenitally inrocent
of academic experierce. Diegc had been placed on three
years! probation for robbery prior ta coming te
LaGuardia. Fov him, the classrcom was at the outset as
much a refuge froam the world as a place in which tc
learn. Yet at an early point-—-perhaps during the second
weelk when he aralyzed critical and uncritical thivking
in an essay that dealt with the period when he arid other
gang members were robbirng delivery boys of their Chinese
food and moviey——Diego discovered that ideas are
impcartant. Ideas and the self exist in the world; both
must be tested and evaluated; both demand scrutiny.
Resporsible thirnking and actiori must be achieved if we
are to lead authentic lives. Dieno’s essay on his
failure to think correctly and ecritically was not a
passing paper by the starndards set by the exit exawm
committee. But it was a "transformational! paner in
terms of self-discovery .and Diego's commitment te work
energetically and competently +to pass the course.
Sperding more time in the Writing Center than any other
class member, Diegc moved in teri weeks’ time from a
state of functional illiteracy to one of relative
fluericy.




In the final analysis, students carnnot rise any higher than the
pecople who are there to teach and inspire them. In order for
students tco develop their critical and creative thinking
abilities, they must be taught by faculty who are themselves
critical and creative thinkers, who embody and stimulate these

7

qualities in every phase of their teaching.

What is the best way tc stimulate the professional dévelopment of
faculty who are entrenched in very %raditional modes of thinking
and teaching? To begin with,’it is clear that we must purusue arn
crganic moedel of professicnal growth in which faculty are active,
creative participants in the process. Ary attempt to externally
apply ripid models or use a caokbook of thinking stratepgies will
have 1little real impact on faculties' teaching or students?
learning. The exact strategy for drawing faculty into a critical
analysis of their teaching deperids orn the specific context, but

there are Key factors relevant to the success of such efforts,

ircluding the following:

{1) A curriculum: The meaningful infusion of thinking abilities
requires a curriculum structure as the centerpiece. Such &
structure makes explicit the core of concepts and abilities which
are tcoc be taught, integrated and reinforced. It acts as a point
of reference, a focus for collaboration, a benchmark for celf-—
evaluationy, and a vehicle for communication. Progects lacking
such a structure tend to collapse into chaos and confusior. Im

the Critical Thought Skills program at tLaGuardia, my evolving
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text, Thinking Critically, served as the unifying structure,
implemented through the course pairirigs described earlier. At
the same time, the perspective embodied irn the text was emriched

and expanded by the faculty participating in the project.

(2) Faculty Collaboratiown: Faculty in such projgects must have
the opportunity to build collaboration through regular meetings,

a collaboration based on sharing and critically examining their

teaching experiernices and reflecting on the proceg8s they are
erigaged in. This sense of sharing intellectual tasks, providing
mutual support, and seeing the success of one's efforts all

centribute to experierices which are persornally and professionlly
rewarding. ARt LaGuardia, faculty who were inivolved in the
project met weekly, developed ongcing materials which reflected
the implementaticn of their ideas, and concluded the experiernce
with an analytical report which examined and evaluated their
experience. Rs the educator Ernest Boyer observes, such
collaborative opportunities occur all too infrequently:

Avi  important part of the working conditiori that erables

orie to expand his or her own thinking is learning iwn

"seminar" fashion under careful scrutiny of peers. The

working conditions in colleges deny the very encounters

thaet allow teachers to test what they believe and to

examire some of their own %entative judgments about

various teaching approaches ."
{(3) Faculty Ownership: It should be clear at the ocutset that
the goal of such projects is for faculty to absorb a perspective
orn teaching and learning and then to translate this perspective
into their teaching in creative ways. In short, we are asking

them to "think critically" as they reconceptualize the structure
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of their courcses and erhance their teaching methodologies. For
example, i the LaBuardia program, faculty from the same subject
areas were able tc reshape the same -<coursi irn individually
inmcavative—-—-yet equally valid—-—ways which reflected esach person's

unique talents and creative ideas.

Conclusion

One of H. L. Mencken's insightful remarks was the observation:
"To every complex gquestion, there's a simple ansaer—and it's
wrorig!" We educators who are committed to fostering craitical

thinkirig and intellectual develcopment probably recogrnize as well

as any the depth and camplexity of the challenges confronting

higher education. There are indeed ro easy answers to these
difficult questions, but this doesn’t mean that there are nc
answers at all. Instead, we might well endorse a reworked
version of H. L. Mercken’'s percepticri along the lires of "For

complex questions there are complex answers——and these are worth

pursuing.

By seeking to foster the meariingful developmernt of our students?
intellectual abilities, we are seeking to equip them with the
tools they will need to construct a stairway to their dreams. It

is difficult to conceive of more worthy educational enterprise.
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